Drawing on empirical data, this paper makes a contribution to knowledge through bringing together the apparently disparate elements of contemporary education policy, religion, civic virtue, and values teaching, in particular the teaching of 'fundamental British values'. I illustrate, through a discussion of the linkages between these elements, how religion remains a strong influence on contemporary education policy, both explicitly with regard to the integration of Muslim 'others' and implicitly through the growing popularity of values education in schools. In order to develop this argument, I first outline the extent to which Christianity, often 
that religion will disappear worldwide in the course of modernization is losing ground ' (2008 p.21) . The term 'post-secular' is contested, and for reasons of space, I
will not review all the arguments here -although they often revolve around the degree to which secularisation could be said to have been achieved (Hemming 2015) -but instead point to Dillon's useful clarification in his comment on Habermas' paper: 'In my view, the term "post secular" is more theoretically robust if we can use it to help us understand the more general relevance of religion as a public cultural resource in all modern democratic societies regardless of their varying levels or degrees of secularism and secularization ' (2012 p.258) . With regard to education in particular it is important to note that there are deep connections (or genealogical roots) between religion and the development of formal education (see Bailey 2015 for discussion). Bailey cites Hunter:
By the middle of the eighteenth century in most western European states two different and autonomous rationales for educating the population lay side by side … From the political rationality and 'expert systems' of the emerging governmental State emerged the imperative for a bureaucratically organised system of mass education … The other programme emerged from the historic efforts of the reformed Protestant and Catholic churches to Christianize lay populations, through a dedicated transfer of spiritual discipline into the routines of daily life (Hunter 1996, p. 161) .
With these arguments in mind, I continue by considering two ways in which religion permeates both the British values policy itself and school practices around values education more broadly. One of these modes of permeation is relatively explicit and overt, the second emerges, as stated above, from my analysis.
British values, anti-extremism, and Islam
The explicit permeation of religion informs the context for and close links between the British values policy and anti-extremism and anti-radicalisation policies, which many commentators have critiqued as being directed primarily and excessively at I spoke to one head-teacher and he said, 'I don't know why you are fussing about this…', he said, 'we have laminated all the key words from the British values document, put them up round the corridors and we are done'….Because it just got it out of his way, you know (Seaside School, suburban area, largely White British, middle-class population).
One highly visible response (see Vincent 2017 for discussion of others) includes posters, often replete with union jacks, either listing the DfE-defined British values or focusing on a specific British value (e.g. a display on the Houses of Parliament for democracy), and, particularly around the time of the Queen's 90 th birthday, activities related to the monarchy. One teacher at a case study primary school in London with a majority minority ethnic population, described her school's celebrations for the Queen's birthday, We never used to have like community celebrations and things like that, when we had the Queen's birthday last year, we made it a big thing in our school […] we organised like a party, like a tea party and then each class was asked to sing a song […] mainly British songs that kindles patriotism or something like that [..] And we did mugs as well….We painted [them] and we did loads of activities related to the Queen's birthday and we had a lunch especially for the Queen,…it was quite nice, a fun day for the whole school, yes it was really nice 
Values and virtues
The second example of religion permeating the data that I wish to discuss in the remainder of this paper, is not explicitly to do with religion, but concerns the growth of values education in secular schools. My point here, as Hemming (2015) 'He knew a negative attitude would never allow him to achieve his goals'.
I observed several of the values lessons that took a similar format: a stimulus (a story or a video clip), a discussion of the meaning of that particular value, and then one or more tasks, usually in small groups. So, for example, in a lesson on the importance of resolution and determination with Y4 (8-9 year olds), the children are shown a clip of an athlete injuring his hamstring but finishing the race, although clearly in pain. The value set is then related to their learning. The children chose words to describe their feelings on making a mistake (they pick negative words, including 'devastated' and 'frustrated'), followed by words to illustrate how teacher 'feedback' and help makes them feel (positive words, including 'inspired', 'delighted' and 'phenomenal'). The children's choice of the 'right' emotions illustrate that they are both understanding of and compliant with the messages being disseminated. years old) chanted a mantra which started 'I am strong, I am unique…' and were then given slips of paper with a randomly allocated child's name. They were enjoined to write something complimentary about that child. The children deliver their pieces of paper to much smiling and laughter as they read what has been written about them. Most appeared happy, although one child pointed out that he was disappointed to be told only that he is good at a particular playground game.
Variations on this exercise are not unknown in primary school classrooms, and clearly designed to encourage a sense of collectivity, a sense of the classroom being a safe and warm space where people are kind towards each other. Such intentions are surely praise-worthy. However, it is hard to overlook the potential for 'surface acting' (Hochschild 1983 , Hemming 2015 , and the manufactured nature of the emotion behind the compliments, although the responses (of both pleasure and slight disappointment) seemed genuine. In this sense, the child who told the boy he was good at the playground game could be seen as refusing a move into false enthusiasm, sticking to a positive, but emotionally neutral, comment.
As they leave their classroom and go to lunch, these children pass the class noticeboard highlighting the names of particular pupils who displayed the current value. On the stairs and in the playground, they pass displays illustrating one or all of the school values, some prepared by the children themselves, and others that are large, permanent display boards. The school's visual presentation of its values is stylised, distinctive and repeated around the school site (details not given to preserve anonymity). The iconography, and the fluent and ritualised nature of the children's responses, the way in which the values permeate school life (the school does not have rules for example, the values provide a behavioural framework), the coherence and pervasiveness of the messages generated by the institution and then rehearsed by pupils, all work to suggest the atmosphere of a traditional faith community -minus the theology. Formally and explicitly, religion plays little part in the school's ethos. The values were developed originally by the head-teacher as a way of framing behaviour within the school, the behaviour of both the children and the adults. They are, however, intended as more than a behaviour management device, but rather as explicit encouragement of 'the qualities that we think are going to help you in life' (head-teacher). The resemblance to a religious community which I identify was not the result of deliberate intention by the school leadership. 
Civic values?
It is my contention that neither the promotion of British values, nor values education more generally, necessarily develop civic values. Concerning the latter, it is important to be clear that teachers' work at Southern, was not all inwarddirected, aimed at developing the individual. The children followed a programme of work on identity that included their identity as 'British' and as 'global citizens'. The older children had opportunities to learn about the conflict in Syria and refugee camps at Calais. Indeed, advocates argue that values education can and should include outward-looking 'citizen' activity. Arthur et al for example place civic virtue as one of four main types of virtue and defines it as 'the virtues necessary for engaged and responsible citizenship. They include service, citizenship and volunteering' (2017 p.11). Volunteering and charity fundraising are indeed fairly common activities in schools. However, the emphasis of the form of values teaching I observed at Southern was primarily on self-development, or how one should live, rather than social/political values concerning how we should organise our social lives together. For example, the ability to think critically could take the form of debating the nature of the school values, but these were not, that I saw, problematized. Euade (2016), for example, suggests discussion of respect, a common school value, and indeed a British value, could also include debating the possibility of excessive deference, or respect for those engaged in unlawful behaviour. Suissa (2015) similarly discusses resilience, suggesting that the question 'are there things we should not be resilient to?' should be discussed with students.
However, the focus of values teaching/character education appears to be developing 'good' people rather than 'good' citizens (Suissa 2015) , what Kisby and equality is an option only a few teachers will feel able to take up.
